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of ,PDJLQDWLRQ¶  
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Abstract 
This chapter takes a small-lens approach to widening participation by focusing on 
opportunities for student participation in classroom discourse and on the role of language 
HGXFDWRUV¶SRVVLEOHVHOYHVLQFUHDWLQJVXFKRSSRUWXQLWLHV5HVHDUFKLQWRDGGLWLRQDO language 
(L2) learning motivation has firmly embraced the construct of possible selves (Markus & 
Nurius, 1986)WKDWLV/OHDUQHUV¶YLYLGDQGUHDOLVWLFLPDJHVRIWKHLUVXFFHVVIXO/VSHDNLQJ
future selves, as one of the most powerful forces that shape their engagement in the language 
learning process and in intercultural interaction more generally (Dörnyei & Kubanyiova, 
2014; Dörnyei & Ushioda, 2009). Parallel to this research, however, is a growing awareness 
of the crucial role that the possible selves of educators play in creating learning spaces in 
which meaningful intercultural encounters are facilitated (Kubanyiova, 2016; Ogawa, 2017). 
In this chapter, I examine empirical data from a grounded theory ethnographic study of 
ODQJXDJHHGXFDWRUV¶OLYHVDVa basis for building a theoretical and methodological case for a 
new approach to conceptualizing and researching the concept of possible selves in language 
education research.  
Introduction: The Centrality of Possible Selves in the Language Learning-
Teaching Relationship  
The argument presented in this chapter is informed by my longstanding research agenda in 
educational linguistics located at a dynamic interface of additional language learning and 
teaching. At one side of this relationship, I have studied questions about what constitutes a 
meaningful language learning opportunity for those with diverse cultural, linguistic and 
socioeconomic backgrounds and equally diverse needs to learn and use languages in their 
lives. The theoretical as well as empirical inquiry I have conducted with colleagues and 
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doctoral researchers has led into research territories as wide-ranging as classroom climate, 
motivation, vision, group dynamics, willingness to communicate, intercultural 
communication, language ideologies, dialogic peer interaction, and teacher-led classroom 
discourse (e.g., Asker, 2012; Do, in progress; Kubanyiova, 2015; Nikoletou, 2017; Ogawa, 
2018; Yue, 2014, 2016). At the other end of the language learning-teaching continuum, I 
have been intrigued by questions about how educators make sense of and transform such 
language learning opportunities into realities for their students in classrooms around the 
world and how they can be supported in doing so through teacher education and continuing 
professional development (Kubanyiova, 2014, 2016; Kubanyiova & Crookes, 2016). It is 
through probing into this interface and connecting the research concerns of two domains of 
educational linguistics ± second language acquisition (SLA) and language teacher cognition ± 
that my focus on ODQJXDJHHGXFDWRUV¶SRVVLEOHVHOYHVKDVHPHUJHG 
 
 
Drawing on a socially-oriented epistemological tradition represented by a participation 
metaphor (Sfard, 1998) and adopting a discursive orientation to studying cognition (Heritage, 
2005), this chapter will discuss intellectual and ethical gains of re-LQWHUSUHWLQJWHDFKHUV¶
SRVVLEOHVHOYHVDVµDFWVRILPDJLQDWLRQ¶, a conceptualization which highlights the prominent 
social, emotional and moral dimension of imagined selves in action and offers a productive 
link between how educators envision their futures and what difference this makes for 
VWXGHQWV¶SDUWLFLSDWLRQLQFODVVURRPOLIHHVSHFLDOO\IRUWKRVHIURPOLQJXLVWLFDOO\VRFLR-
politically, and socioeconomically marginalized backgrounds. 
Language Learning Opportunities as Participation in Teacher-Student 
Interaction 
Research on whole-class teacher±student interaction has shown significant benefits of this 
type of classroom interaction for language learning opportunities and, by extension, for 
language learning (Hall, 2010), often exceeding those of peer interaction (Toth, 2008). It has 
been found, for instance, that one of the most ubiquitous, and traditionally dismissed as 
restrictive, patterns of teacher-student interaction, Initiation±Response±Feedback (IRF; 
Sinclair & Coulthard, 1975), in which the teacher initiates an exchange (I), the student 
responds (R), and the teacher gives feedback (F), can IDFLOLWDWHVWXGHQWV¶PHDQLQJIXO
participation, public or private (Batstone & Philp, 2013; Ohta, 2001), in classroom discourse. 
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Its effectiveness, however, depends on the purposes for which IRF is deployed and the way in 
which its three interactional moves are orchestrated by the teacher to encourage learner 
involvement in alignment with those purposes (Wells, 1993).  
 
 
Expanding this argument, Walsh (2006) has proposed a context-sensitive framework to 
understanding classroom discourse, arguing that different microcontexts of teacher-student 
interaction (in his words, interactional modesUHTXLUHGLIIHUHQWSDWWHUQVRIWKHWHDFKHU¶VXVH
of language. To support this proposal, he has used classroom discourse data to demonstrate 
WKDWDWLJKWO\FRQWUROOHG,5)SDWWHUQZLWKWKHWHDFKHU¶VH[WHQVLYHXVHRIGLVSOD\TXHVWLRQVDQG
evaluative feedback in the third move of the IRF exchange is highly effective in generating 
OHDUQLQJRSSRUWXQLWLHVLIWKHSHGDJRJLFDODLPLVWRHQDEOHVWXGHQWV¶language practice around 
a piece of material or to check and display correct answers. Such interactional microcontexts 
have been labelled by Walsh (2006) as materials and skills mode and systems mode 
respectively. In what he labels as classroom context mode, that is, teacher-student interaction 
with a pedagogical aim to encourage meaning-oriented communication, very different IRF 
strategies have been found effective. For instance, using the third move of the IRF exchange 
DVDQH[SOLFLWSRVLWLYHHYDOXDWLRQHJ³YHU\JRRG´LQDPHDQLQJ-focused interaction has 
been found to function as conversation closure (Waring, 2008) DQGWKXVWRKLQGHUVWXGHQWV¶
opportunities to participate in classroom discourse. In contrast, using the same part of IRF to 
invite students to expand, elaborate, or clarify their contributions, useful opportunities have 
been shown to arise IRUVWXGHQWV¶PHDQLQJ-making even within the confines of IRF (Hall & 
Walsh, 2002). This and many other findings generated by a discursive approach to 
XQGHUVWDQGLQJVWXGHQWV¶ODQJXDJHOHDUQLQJFRQFHSWXDOLVHGDVSDUWLFLSDWLRQLQFODssroom 
interaction, have highlighted the need to adopt a context-sensitive approach to analysing 
FODVVURRPGLVFRXUVHLQRUGHUWRGHYHORSSHGDJRJLFDOSULQFLSOHVIRUPD[LPLVLQJVWXGHQWV¶
participation in language learning.  
 
 
Despite the critical insights that the previously mentioned strand of research has generated, 
studies from further afield within the broader domain of educational linguistics (Creese, 
Blackledge, & Takhi, 2014) and certainly within education research more generally (e.g., 
David, 2010) have shown that pedagogical goals are far from the sole concerns governing 
classroom interaction and a range of social, political, linguistic, psychological, identity-
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relevant and normative dynamics play a significant role in VKDSLQJVWXGHQWV¶DFFHVVWR
participation in classroom life. Bringing together insights from across these disciplinary 
domains is therefore an important research pursuit to understand how widening participation 
LVµGRQHRQWKHJURXQG¶DQGWKLVFKDSWHUDGGUesses one of its multiple facets: the role of 
educators within these dynamics. 
Language Teacher Cognition and Possible Selves: From Cognitions to Sense 
Making  
Language teacher cognition has been referred to in educational linguistics as an umbrella 
term to encompass research with the broad aim to understand language teachers and teaching 
(Borg, 2006). Most of its core empirical activity has centred around two primary objectives: 
firstly, to identify the range and types of cognitions, usually beliefs or knowledge, that 
language teachers have about different aspects of their work and about different domains of 
language curriculum and language educational process (e.g., Gatbonton, 1999), and, 
secondly, to explain the relationship between language WHDFKHUV¶FRJQLWLRQVDQGSUDFWLFHV
(e.g., Basturkmen, 2012). %HFDXVHLQWKLVWUDGLWLRQRILQTXLU\WHDFKHUV¶³PHQWDOFRQVWUXFWV´
(Walberg, 1972) are assumed to be unavailable for direct observation (cf. Baker, 2014), they 
are typically accessed through various elicitation instruments, such as standardized 
questionnaires containing categorical belief/knowledge statements or carefully developed 
interview guides and stimulated recall protocols. The data gathered in this way are typically 
treated as reports of cognitions and often put in contrast with practice. This orientation to 
conceptualizing and researching cognition is akin to what Sfard (1998), discussing learning, 
has termed an acquision metaphor, prompting an image of DQHGXFDWRU¶VPLQGDVDFRQWDLQHU
to be filled with certain entities, that is, cognitions (such as beliefs, knowledge or images of 
future selves) and of an educator as an acquirer and subsequently a possessor of those 
cognitions.  
 
 
In contrast, the epistemological stance that I am taking in this chapter and which has 
informed my theorising of both language teacher cognition in general and language 
HGXFDWRUV¶SRVVLEOHVHOYHVLQSDUWLFXODULVEURDGO\DOLJQHGZLWKDSDUWLFLSDWLRQ-oriented 
perspective (Sfard, 1998) which shifts the focus from learning as acquision of discrete units 
of knowledge to learning as participation in practice. Informed by the lens with a similar 
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orientation, teacher cognition has been represented by conceptual metaphors such as 
cognition as gestalt (Korthagen, 2001), situational representations (Clarà, 2014), and patterns 
of participation (Skott, 2015). All of these, while distinctive in their conceptual rendering of 
FRJQLWLRQHPSKDVL]HWHDFKHUV¶VLWXDWHGG\QDPLFDQGHPERGLHGknowing in action and, 
accordingly, place the study of teacher cognition in settings in which it finds expression: the 
FRQWH[WVRIWHDFKHUV¶SDUWLFLSDWLRQLQSUDFWLFH3UDFWLFHVZKLFKLQFOXGHDUDQJHRIDFWLYLWLHVRI
teaching, such as discursive behaviours in teacher-student talk, but also the social practice of 
DUHVHDUFKLQWHUYLHZDUHXQGHUVWRRGQRWDVVSDFHVLQZKLFKHGXFDWRUV¶UHLILHGPHQWDO
contructs, such as beliefs, knowledge or possible selves, may or may not be applied. Rather, 
WKH\DUHVHHQDV³dynamic and evolving outcomes of individual and communal acts of 
meaning-PDNLQJ´6NRWWS7KLVLPSOLHVWKDWWKHWDVNRIDUHVHDUFKHUZKRLQWHQGV
to understand cognition as meaning making lies not in eliciting cognitions and separating 
them froPSUDFWLFHEXWUDWKHULQ³GLVHQWDQJO>LQJ@SDWWHUQVLQWKHWHDFKHU¶VUHHQJDJHPHQWLQ
RWKHUSDVWDQGSUHVHQWSUDFWLFHVLQYLHZRIWKHRQHVWKDWXQIROGDWWKHLQVWDQW´6NRWWS
24).  
 
 
In this chapter, I draw on data excerpts from my research with the aim to demonstrate the 
theoretical, methodological and ethical promise of conceiving of possible selves in a similar 
vein ± WKDWLVWKURXJKWKHOHQVRIODQJXDJHWHDFKHUV¶³HPHUJHQWVHQVHPDNLQJLQDFWLRQ´
(Kubanyiova & Feryok, 2015, p. 436). In other ZRUGVWKLVFKDSWHU¶VNH\FRQFHUQOLHVOHVVLQ
HOLFLWLQJVHOIUHSRUWHGDFFRXQWVRIWHDFKHUV¶SRVVLEOHVHOYHVDVSURSRVLWLRQVDQGPRUHLQ
studying how envisioned future VHOYHVPD\RUPD\QRWEHHPERGLHGLQODQJXDJHHGXFDWRUV¶
present practice and how, if at DOOWKLVPD\PDNHDGLIIHUHQFHWRVWXGHQWV¶DFFHVVWROHDUQLQJ
opportunities in the classroom. There are two contexts of practice that I will pay attention to: 
the practice of teacher-led classroom discourse and the practice RIWKHWHDFKHU¶VUHIOHFWLRQRQ
the classroom events, the latter being deliberately framed as practice rather than a report. In 
VXPWKHFRQFHSWRIHGXFDWRUV¶SRVVLEOHVHOYHVGRHVQRWLQIRUPP\DQDO\WLFDOJD]HIURPWKH
outset, but is brought to the fore as my analytic inquiry into language learning opportunities 
in classroom discourse progresses.  
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The Research Participant: Iveta 
The example I will use in this chapter comes from a larger project investigating the 
development of eight English as a Foreign Language (EFL) teachers in Slovakia who 
volunteered to participate in a yearlong teacher development (TD) programme focused on the 
principles for creating engaging learning environments in their language classrooms 
(Kubanyiova, 2016). Here I focus on Iveta (pseudonym), a qualified university-educated 
English as a Foreign Language (EFL) teacher at a state secondary school (11±18 year-old 
students) in Slovakia where EFL was one of the school subjects and was taught up to three 
times per week in 45-minute lessons. Iveta shared her mother tongue (Slovak) with her 
students and data, collected over the period of one school year, include: (a) transcripts of 
audiorecordings and ethnographic field notes from eight lesson observations; (b) five in-depth 
interviews exploring ,YHWD¶V professional and personal history, her interpretations of the TD 
course material, and issues arising in lesson observations; (c) ethnographic field notes from 
five visits to Iveta¶VVFKRROcontaining additional informal interviews with colleagues and 
students and descriptive records documenting activities in this setting, and (d) ethnographic 
field notes from the TD course sessions, capturing what transpired in each session and 
GRFXPHQWLQJKHUDQGRWKHUSDUWLFLSDQWV¶LQWHUDFWLRQVWKHLUFontributions to the sessions and 
their engagement with the TD course material. 
A Discursive Approach within a Grounded Theory Ethnographic Study 
Grounded theory ethnography (Charmaz, 2006; Charmaz & Mitchell, 2001) is a 
methodological and analytical approach guided by a flexible set of guidelines at the 
intersection of ethnography and grounded theory. Similar to ethnography, fieldnotes of 
grounded theory ethnographers record individual and collective actions in situ, contain 
anecdotes and observations of peRSOHVHWWLQJVDQGDFWLRQVDQGSD\DWWHQWLRQWRSDUWLFLSDQWV¶
perspectives and, particularly crucial for the purposes of this chapter, to their use of language. 
From the beginning of data collection, however, grounded theory ethnographers foreground 
the studied phenomenon or process and become progressively focused on significant 
DQDO\WLFDOLGHDVZKLFKFDQRIIHUDFRQFHSWXDOH[SODQDWLRQRIWKHµWKLFNGHVFULSWLRQV¶
According to Charmaz (2006), a grounded theory approach to ethnography can be 
summarized as IROORZV³6HHNGDWDGHVFULEHREVHUYHGHYHQWVDQVZHUIXQGDPHQWDOTXHVWLRQV
DERXWZKDWLVKDSSHQLQJWKHQGHYHORSWKHRUHWLFDOFDWHJRULHVWRXQGHUVWDQGLW´SDQGLWLV
this blueprint that has informed my overarching methodological and analytical approach in 
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WKHODUJHUVWXG\,QDGGLWLRQWRWKHH[WHQVLYHHWKQRJUDSKLFILHOGQRWHVIURPYLVLWVWR,YHWD¶V
school and from the professional development course in which she participated, the two types 
of data records that primarily inform the argument in this chapter come from two contexts of 
,YHWD¶VSUDFWLFHWKHSUDFWLFHRIWHDFKHU-student interaction in her language classroom and the 
practice of her own reflection on both the classroom events and her professional and personal 
trajectories. The broad purpose of the analysis was to account for the nature of language 
OHDUQLQJRSSRUWXQLWLHVWKDWH[LVWHGLQ,YHWD¶VFODVVURRPLQWHUDFWLRQZLWKKHUVWXGHQWVDQGWR
develop a conceptual explanation for those accounts. 
 
Although a substantial part of the grounded theory scholarship has argued for an approach to 
coding that treats empirical data as reports of phenomena and follows a prescribed set of 
analytical procedures, my approach is aligned with those, such as Charmaz (2006), who see 
coding data in grounded theory as a ZD\RI³JUDSSO>LQJ@ZLWKZKDWLWPHDQV´S
allowing for the adoption of a variable and flexible set of analytical frameworks to account 
conceptually for those meanings. To this end, and in line with the previously described 
concerns inherent in the participation metaphor to both language learning and language 
teacher cognition, I drew on discursive approaches that are well established in my home 
domain of educational linguistics.  
 
As an initial coding stage,DGRSWHG:DOVK¶VIUDPHZRUNIRUDQDO\VLQJFODVVURRP
interaction, which acknowledges the situated nature of classroom discourse and assumes that 
different interactional patterns are appropriate in different instructional microcontexts. I 
examined a range of interactional features in ,YHWD¶V classroom discourse, such as the 
previously mentioned IRF patterns, display vs. referential questions, extended teacher turns, 
feedback, clarification requests, and confirmation checks, and sought to establish the extent 
to which these adhered to the pedagogic goals of a given interactional microcontext and thus, 
as is assumed by Walsh, contributed to the construction of learning opportunities. Going 
deeper in the analysis of teacher-student interaction to understDQGSHRSOH¶VPHDQLQJPDNLQJ
in action, I adopted some of the principles of conversation analysis which KDVWKH³FDSDFLW\WR
H[DPLQHLQGHWDLOKRZRSSRUWXQLWLHVIRU/OHDUQLQJDULVHLQLQWHUDFWLRQDODFWLYLWLHV´(Kasper, 
2006, p. 83). Pursuing this discursive approach to analysing language learning opportunities, 
I was further interested in establishing how participants, and the teacher in particular, 
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oriented to these interactional situations and what they themselves came to treat as learning 
opportunities (Kasper, 2004; Waring, 2008). This was achieved by examining how each turn 
was produced and received by all discourse participants and by paying attention to turn 
construction, word choice, or pause (ten Have, 2007). 
 
7RXQGHUVWDQGPRUHIXOO\WKHUHDVRQVEHKLQG,YHWD¶VDFWLQJLQSDUWLFXODUZD\VLQKHU
classroom interaction with students, I departed from the typical approaches to researching 
teacher cognitionVDVSDUWLFLSDQWV¶UHSRUWV(cf. Borg, 2012) and examined instead the way in 
ZKLFK,YHWD¶VµFRJQLWLRQV¶VXFKDVWKRXJKWVLQWHUSUHWDWLRQVRIpast experiences, emerging 
understandings, or future desires ZHUH³GLVSOD\HGDQGUHVSRQGHGWRRUQRWLQWDONDQG
HPERGLHGFRQGXFW´3RWWHUSLQFOXGLQJLQKHUdescriptions of everyday 
experiences and events (Heritage, 2005), such as her reflections on specific lessons, general 
language teaching methods, students, relevant educational policies, past personal and 
professional experiences, and perceived future challenges and desires. Equally, I was 
interested in understanding how the different settings and power dynamics (e.g., interviews 
with the researcher, conversations with colleagues, or informal interactions with students) 
may have shaped what, how, and why Iveta chose to engage with particular ideas, 
GHVFULSWLRQVDQGUHIOHFWLRQVDQGZKDWOLJKWWKHVHFRXOGVKHGRQKHU³LQKHUHQWWKHRULHV-in-XVH´
(ten Have, 2007, p. 31). 
 
 
Through this complex but highly complementary set of discursive approaches to data analysis 
and a progressive focus on significant analytical ideas aided through extensive annotating, 
memoing, and conceptual borrowings across the fields of educational linguistics, teacher 
education, and psychology to generate theoretical explanations, the key theme discussed in 
this chapter was identified: ,YHWD¶VVHQVHPDNLQJDVHPHUJHQWDFWVRILPDJLQDWLRQinvolving 
her desired images of future selves as central to this process. In the next section, I offer a 
VQDSVKRWRIRQHLQWHUDFWLRQDOPRPHQWLQ,YHWD¶VFODVVURRPZLWKWKHDLPWRGHPRQVWUDWHERWK
the nature of this type of analytical inquiry and the conceptual significance of the findings 
that ensued from it. 
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,YHWD¶V3UDctice of Creating Language Learning Opportunities in Classroom 
Interaction  
([FHUSWGHSLFWVDQLQWHUDFWLRQDOPRPHQWLQ,YHWD¶VFODVVRIILIWHHQ-year-old students with 
an intermediate level of English proficiency. Although the recording does not capture the 
IXOOQHVVRI,YHWD¶VLQWHUDFWLRQDOH[FKDQJHVZLWKKHUVWXGHQWVDQGVRPHRIWKHSULYDWH
utterances made by students and responded to by Iveta in the public arena of teacher-student 
interaction remain inaccessible, this excerpt, nevertheless, represents a faithful account of the 
JHQHUDOSDUWLFLSDWLRQSDWWHUQVXQGHUO\LQJFODVVURRPLQWHUDFWLRQLQ,YHWD¶VOHVVRQVDFURVVKHU
dataset. Excerpt 1 starts at the beginning of a lesson in which Iveta refers to and endeavours 
to recap a discussion that took place earlier in the week (not observed for the purposes of the 
SURMHFW$SDUWIURPWKHXQGHUOLQHGXWWHUDQFHVZKLFKGHSLFWVSHHFKLQWKHSDUWLFLSDQWV¶
mother tongue), the interaction was conducted in English, that is, the language the students 
were learning (see the Appendix for full transcription conventions). All names in the 
transcript are pseudonyms.  
 
Excerpt 1: Sample Teacher-6WXGHQW,QWHUDFWLRQLQ,YHWD¶V&ODVV 
(1) T: We talked about winning a lottery, winning a lot of 
money. What were we talking about? 
(2) S1: About people who won a lot of money. 
(3) T: Uhm? About the people who won a lot of money? And we were 
also talking about what we would do with the money. Right? 
For example, xxx, xxx, xxx, for example, Zuzana said, even 
LIVKH¶VQRWKHUHWRGD\ ((T smiles)), she said she would 
give it to her parents. Do you remember? ((some noise, 
students comment, they seem to recall it)) You were so 
surprised, why would you give it to your parents? ((T 
laughs))  
(4) Xxx 
(5) T: And also ehm Adrian said he would xxx and Pavol would buy 
a house. Uhm? But what else can you do with a lot of money. 
Can you think of anything else you can do with a lot of 
money? (1) You can buy a house? OK? But what else? What else 
can you do with a lot of money.  
(6) S1: Charity. 
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(7) T: Charity. Adrian, ((laughs)) I GLGQ¶WH[SHFWYOU to= 
(8) S1: =xxx ((laughs)) 
(9) T: Perfect! This is what I wanted to hear. ((smiles)) I just 
GLGQ¶WH[SHFW\RXWRVD\WKDWODXJKV6R,¶PTXLWH
surprised that you are the one to think about it also. (1) 
OK. What is charity. What do you describe as charity. What 
is it. 
(10) S1: Poor people.  
(11) T: Uhm? Poor people. What else xxx? 
(12) S1: Ehm xxx children. 
(13) T: Eh? 
(14) S1: xxx children. 
(15) T: Children who are alone? Uhm? 
(16) S1: Homeless. 
(17) T: Homeless people. Uhm? What else. And not just Adrian, OK? 
((laughs, others join. Adrian-S1 protests in L1, T laughs)) 
OK. What else comes to your mind? What do you understand by 
this word? (3) By charity. What can you understand? What 
comes to your mind. What picture do you have in mind when 
you hear charity.  
(18) S2: xxx xxx xxx.  
(19) T: An addition. Uhm? 
(20) S2: xxx. 
(21) T: Uhm? Xxx? (1) ((laughs)) xxx. So who can you help? With 
\RXUPRQH\"/HW¶VJLYHH[DPSOHV:KRFDQ\RXIXQG"6R
poor people? Orphan children? (3) 
(22) S1: xx, xxx. 
(23) T: Uhm, xxx. 
(24) S1: xxx. 
(25) T: So people who are needy? Uhm? So. (1) How can you help? 
To whom can you xxx and when. So the money can be used for 
what? (1) For a medical care, for example. For people xxx of 
what? 
(26) S1: xxx can buy clothes? 
(27) T: Uhm, to buy clothes. Or the charity will buy them some 
clothes. Uhm? (3) What else? (2) Have you ever thought of 
being xxx in charity. Has it ever come to your mind? (2) 
11 
 
8KP":KRZRXOG\RXJLYHWKHPRQH\LW¶VLQDXGLEOHEXW
there probably was a private reply from a student which T 
overheard because she seems to build on that) Orphan 
FKLOGUHQDKD":KDWGR\RXWKLQNOHW¶VVD\RI[[[DQ
organisation for people with HIV (2). HIV AIDS. (1) What do 
you think about it? What is your opinion. (3) Hm? Is it good 
WRKHOSVXFKSHRSOH",VLWLPSRUWDQWWRKHOSWKHP"2UZH¶UH
not JRQQDGRDQ\WKLQJEHFDXVHZH¶UHQRWJRLQJWRKHOSWKHP
,¶PMXVWDVNLQJDERXW\RXURSLQLRQ,W¶V2.LI\RXWKLQN
so. I just want to know 
(28) 6,W¶VLPSRUWDQWWRKHOSWKHP 
(29) T: Excuse me? 
(30) 6,W¶VLPSRUWDQWWRKHOSWKHP 
(31) T: Yes, it is important to help them. Why do you think so? 
What can we help them, what can we do for them?  
(32) S2: Ehm, we can buy them some pills or xxx to cure them. 
(33) T: Uhm? What else can we do. When talking about these 
illnesses, why is it important to give money? What else can 
be done? (1) Not just to help them, but also (2) to xxx. 
,VQ¶WLW9eronika. ((a student who has not said anything so 
far)) 
(34) S2: xxx.  
(35) T: Uhm? We know we can do this. Xxx. What is important to 
do. 
(36) S1: Many people around them. Many people who love them. Or. 
(1) Or (3) 
(37) 7<HVKH¶VULJKW7KH\GRQ¶WQHHGMXVWRXUPRQH\ 
(38) S1: xxx. 
(39) T: But not only our money, but also our attention. (1) Uhm? 
(1) But how can we also help? That so many people are 
uneducated. 
(40) S2: To teach some information. 
(41) T: Information. So it is very important for the people to 
know what can be done for each other. Do you xxx. Xxx. Are 
you informed (1) enough? Do you think you are informed 
enough? ((an exchange in Slovak between S1 and T follows, 
some laughter, some joking, mostly inaudible)) OK. So. Do 
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you think that people in Slovakia are well informed about 
these things. 
(42) Ss: No. 
(43) 71R\RXGRQ¶WWKLQNVR$QGZKDWDERXWFRXQWULHVVXFKDV
Ukraine? Are people well informed in Ukraine?  
(44) S: No. 
(45) T: What about the (1) medical ehm, is it sufficient? What is 
sufficient? (1) Sufficient. (3) Do you know that a lot of 
people suffer from HIV in Ukraine?  
(46) S: No. 
(47) T: We never think about it. There are a lot of people who 
are infected because of the needle, xxx. Because of xxx. So 
people really need to be informed. People need to know, xxx, 
LW¶VYHU\LPSRUWDQW8KP"(KPZKDWGR\RXWKLQNDERXW
(1) ehm, what do you think is the most xxx of the other 
charities? Which one is the most important? (3) 
(48) S2: Red Cross. 
(49) T: Red Cross. Uhm? What does it do? (2) Everyone? Do you 
know what Red Cross does? What does this organisation do? 
(50) S1: They are in war, in Africa, xxx, (1) They are in many 
countries. They are everywhere. (1) If they can. 
(51) T: They are everywhere.  
(52) S1: If they can, they are everywhere.  
 
Although it is beyond the scope of this chapter to offer a close analysis of the lengthy 
transcript in Excerpt 1 or indeed to explain the larger sociocultural and sociohistorical context 
in which it is embedded, my aim is to highlight some of WKHNH\WHQGHQFLHVLQ,YHWD¶V
discursive practices which triggered my inquiry into her possible selves. To start with, the 
stretch of discourse shown here appears to resemble a previously mentioned classroom 
discourse mode, an interactional microcontext whose pedagogical aims include enabling 
learners to express their opinions or share experiences, activating their mental schemata, 
establishing a context, or promoting oral fluency practice (cf. Walsh, 2006). Iveta asks 
numerous what appear to be genuine questions (e.g. turn 5, 21, 25), gives feedback on content 
rather than language forms (31), asks clarification questions (13, 29), and encourages further 
JHQHUDWLRQRIVWXGHQWV¶LGHDVDOORIZKLFKDSSHDUWRPDWFKWKHSHGDJRJLFJRDOVRI
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classroom discourse mode and could therefore be treated as evidence of meaningful language 
learning opportunities.  
 
However, a closer scrutiny of the unfolding moment-by-moment interaction in this segment 
UHYHDOVLQWULJXLQJLQVLJKWVLQWR,YHWD¶VRULHQWDWLRQWRVWXGHQWV¶SDUWLFLSDWLRQnot only 
suggesting that her goals for this exchange may differ from the meaning-oriented pedagogical 
JRDOVEXWDOVRGHPRQVWUDWLQJUDWKHUGLIIHUHQWFRQVHTXHQFHVIRUWKHQDWXUHRIVWXGHQWV¶
language learning opportunities. The first feature worth noticing concerns the frequency and 
GLVWULEXWLRQRIVWXGHQWV¶FRQWULEXWLRQV,WLVFOHDUWKDWZLWKWKHH[FHSWLon of a couple of longer 
than usual teacher turns (27, 47), student turns constitute a frequent feature of this stretch of 
discourse. The transcript makes it equally obvious, however, that most of them come from S1 
(Adrian) who typically offers brief, one-ZRUGUHVSRQVHVWR,YHWD¶VTXHVWLRQVDQGVRPHWLPHV
engages in playful and at time off-topic exchanges with Iveta (7-9, 17), indicating a warm 
SHUVRQDOUDSSRUW$IWHU,YHWD¶VEULHILQWHUYHQWLRQLQWXUQWKHVHFRQGSDUWLFLSDQW6
(Pavol), makes a string of interactional contributions (18, 20, 28, 30, 34, 40, 48), most of 
which appear linguistically and topically more complex than those of S1. Although in 
DGGLWLRQWRWKHVHWZRPDOHVWXGHQWV¶SDUWLFLSDWLRQLQFODVVURRPWDON,YHWDDOVRDGGUHVVHVD
third female student (Veronika, turn 33), this appears to be a token reference rather than 
genuine invitation, as it is not followed up any further, and, consequently, does not translate 
LQWR9HURQLND¶VSXEOLFSDUWLFLSDWLRQLQWKHLQWHUDFWLRQDOH[FKDQJH,QVXP,YHWD¶V
interactional attention seems to be focused solely on these two students, also signalled in one 
of her opening turns (5): She explicitly, albeit not exclusively (see turn 3), draws on these two 
VWXGHQWV¶SUHYLRXVOHVVRQ¶VFRQWULEXWLRQVDVDZD\RIFUHating an interactional context for this 
OHVVRQ¶VGLVFXVVLRQ 
 
The second feature worth noting is the topic, driven by the coursebook material, which 
VXJJHVWVSRWHQWLDOIRUVWXGHQWV¶GHHSLQWHOOHFWXDODQGHPRWLRQDOHQJDJHPHQWLQPHDQLQJ
making, one of the core features of interaction in classroom discourse mode. A closer 
H[DPLQDWLRQRI,YHWD¶VGLVFXUVLYHWUHDWPHQWRIVWXGHQWV¶FRQWULEXWLRQVVKRZVVRPH
engagement with the ideas they generated (25, 31, 37, 39, 41) and her frequent 
acknowledgement tactics (Uhm?) sometimes work as a way of encouraging elaboration of 
VWXGHQWV¶LGHDV2YHUDOOKRZHYHUWKHWUDQVFULSWJLYHVDQRYHUZKHOPLQJVHQVHWKDWWKH
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primary focus of the exchange rests on the generation of alternative ideas in a list-like format, 
possibly ZLWKDSXUSRVHWRDUULYHDWDVSHFLILFILQDOLGHD7KLVKXQFKLVFRUURERUDWHGE\,YHWD¶V
GHSOR\PHQWRI³8KP"´ZKLFKHIIHFWLYHO\ZRUNVDVDQHYDOXDWLRQVWUDWHJ\HVSHFLDOO\ZKHQ
followed by repetition of the student utterance and a subsequent invitation (eJ³:KDWHOVH"´
WRFRQWULEXWH\HWDQRWKHULGHD&RXSOHGZLWK,YHWD¶VPLQLPDOHQJDJHPHQWZLWK
the content of what the students say (though some effort to the contrary is obvious in turns 
36-39) and an occasionally unexpected turn in the flow RILQWHUDFWLRQWULJJHUHGE\,YHWD¶V
RZQVXJJHVWLRQVWKHWHDFKHU¶VIUHTXHQWLQYLWDWLRQWXUQVGRQRWDSSHDUWREH
issued with the aim of enabling students to express their ideas but instead resemble 
opportunities to display knowledge and to arrive at VRPHVRUWRIDµFRUUHFWDQVZHU¶³Perfect! 
7KLVLVZKDW,ZDQWHGWRKHDU´WXUQ).  
 
Without claiming to do justice to the richness of the interaction in Excerpt 1, this analysis 
suggests that the way in which Iveta deploys language in these interactional exchanges is not 
aimed at deepening and certainly not widening VWXGHQWV¶ participation in meaning-making. It 
is true that some of the interactional features identified earlier may on surface correspond 
with those inherent in meaning-focused interaction. However, these goals seem to be in 
tension with what Iveta is actually doing, pointing to potentially significant pedagogical 
consequences as well as ethical ramifications for what kinds of linguistic practices are 
available to ZKRPLQ,YHWD¶VFODVVURRP 
 
,YHWD¶V3UDFWLFHRI6HQVH0DNLQJLQD5HVHDUFK,QWHUYLHZ 
Excerpt 2 portrays a specific segment from a longer interview conducted after the observed 
lesson, in which Iveta reflects on the lesson shown in Excerpt 1. It ZDVE\SXWWLQJ,YHWD¶V
classroom observation data in a relationship with her own reflections on it that I, as a 
UHVHDUFKHUEHJDQWRVHQVHWKDWWKHWHQVLRQVLQ,YHWD¶VSHGDJRJLFDOJRDOVLQKHUFODVVURRP
interactions might reflect a more pervasive and conceptually significant tendency in her 
overall dataset and require a full analytical attention if I were to understand wider 
FRQVHTXHQFHVRI,YHWD¶VSUDFWLFHRQODQJXDJHOHDUQLQJRSSRUWXQLWLHVIRUKHUVWXGHQWV 
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Excerpt ,YHWD¶V Interview Reflections on the Observed Lesson 
 
And another aim I had was that apart from getting them interested in what they were 
about to listen to, and, basically introduce the topic, I wanted to know their opinions, 
wanted to know what they thought about it, so to make them think about it. And you 
could see it for yourself, they would do this, they would do that, but it occurred to no 
one that someone might actually need the money. Maybe it will force them to think 
about it a bit at home too ± because iW¶VQRWMXVWDERXWWHDFKLQJWKHP(QJOLVK,W¶V
about getting them to understand, in that lesson, something human, natural things, so 
ZKRNQRZVPD\EHWKH\ZLOOVWDUWWREHLQWHUHVWHGWKH\ZHUHQ¶WDZDUHRIDVLQJOH
charity. When you think about it ± LW¶VDwful ± WKH\GRQ¶WNQRZDVLQJOHFKDULW\\HV
0DUNL]D>QDPHRIFRPPHUFLDOWYFKDQQHOZLWKDFKDULW\DWWDFKHGWRLW@WKDW¶VLW7KH\
GRQ¶WNQRZEXW,WKLQNLW¶VLPSRUWDQW$WOHDVWWKH\KDYHWKHVHDUWLFOHVLQWKH
coursebook, they can talk about it a little, maybe they become interested in it. 
 
 
It is, once again, impossible WRGRIXOOMXVWLFHWRWKHPDQ\OD\HUVRI,YHWD¶V practice of sense 
making in this interview excerpt, so I will restrict this discussion to the key insight for the 
purposes of this chapter. In juxtaposition with the transcript of the lesson (Excerpt 1) to 
which Iveta explicitly refers in this account, her reflection lays bare critical discrepancies 
between what objectively transpired and her own rationalisation of it in this research 
LQWHUYLHZ+RZVKHSRVLWLRQVVWXGHQWVLQKHUDFFRXQW³but it occurred to no one that someone 
might actually need the money´ ³WKH\GRQ¶WNQRZ´³WKH\FRXOGQ¶WQDPHDVLQJOHFKDULW\´LV
particularly intriguing in relation to what actually transpired in the observed lesson. As 
([FHUSWVKRZVWKHVXJJHVWLRQWRJLYHWKHZLQQLQJPRQH\WRDJRRGFDXVH³charity´±turn 
6) was offered by the student and those students with the chance to participate in the public 
classroom discourse not only demonstrated willingness to engage with the topic (even if, as 
discussed previously, such efforts may not have been fully followed up by Iveta), but there is 
HYLGHQFHRIWKHLUNQRZOHGJHRIDWOHDVWRQHVSHFLILFFKDULW\WKH³5HG&URVV´
interestingly, the charity that Iveta mentions, Markiza, was not captured in the actual 
transcript, even though the possibility that the students indeed offered it as part of a private 
contribution remains) and general awareness of what charities do in different parts of the 
world (32, 36, 40, 48-7KHVHWHQVLRQVVXJJHVWWKDW,YHWD¶VSUDFWLFHRIVHQVHPDNLQJLQWKLV
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research interview may be done not from the perspective of actual classroom events, but 
rather from a vantage point of the imagined and desired; in other words, the two sets of data 
offer glimpses into how Iveta desires to be seen by the students, the researcher, and herself. It 
is here that the construct of possible selves (Markus & Nurius, 1986) DVRQH¶VYLVLRQRIWKHLU
GHVLUHGIXWXUHVHOYHVDOEHLWQRWDVVHSDUDWHIURP,YHWD¶VSUHVHQWVHQVHPDNLQJEXWDV
embodied in it, began to emerge as conceptually relevant. 
 
,YHWD¶V 'HVLUHG)XWXUH6HOYHVDVµ(PHUJHQW$FWVRI,PDJLQDWLRQ¶ 
The insight from the examination of transcripts and fieldnotes across the eight observed 
OHVVRQVDQGHVSHFLDOO\LQFRQMXQFWLRQZLWK,YHWD¶VUHIOHFWLRQVRQWKHPOHGWRDGHHSHU
analytical appreciatioQRI,YHWD¶VSUDFWLFHVZKLFKPLJKWKDYHEHHQSX]]OLQJZKHQYLHZHGLQ
isolation, but which revealed the previously hidden meanings when examined in the view of 
the emerging theme of desired future selves. For instance, almost all narrative accounts of her 
past experiences, including memorable episodes from her language learning history, language 
teaching episodes or more general life experiences, foregrounded her position as someone 
ZKRLV³WKHEHVW´³DVWDU´³DSSUHFLDWHG´VRPHRQHZKR³PDGH>SHRSOH¶V@GD\´RUZKR
³FKDQJHG>WKHLU@OLYHV´, as illustrated in the two excerpts below, one recounting her early 
language learning experience and the other referring to her university course. 
 
Excerpt ,YHWD¶V,QWHUYLHZ5HIOHFWLRQRQ3DVW/DQJXDJH/HDUQLQJ([SHULHQFe 
«LQ\HDURQHLQKLJKVFKRROWKH\SXWPHLQWKHJURXSRIEHJLQQHUVEHFDXVH,
wanted it ± EXWLQIDFW,ZDVQ¶WRIFRXUVHDEHJLQQHU,ZDVWKHEHVWLQWKHJURXS
Oh, I was a star! I read the textbook ahead of lessons, so that I could be the best.  
 
Excerpt ,YHWD¶V,QWHUYLHZ5HIOHFWLRQRQKHU8QLYHUVLW\&RXUVH 
One of our classmates [in a university class] asked in the middle of the course, 
³([FXVHPHZKDWDUHWKRVHLQDXGLEOHOLQJXLVWLFWHUP"´$QG\RXFDQLPDJLQH>WKH
lecturer], she was absolutely KRUULILHG$QGWKHQVKHWROGKLPDQJULO\³$UUDQJH
SULYDWHFODVVHVZLWK,YHWD´6RWKDWZDVLW,KDYHWRWKDQNKHUWKDW,DPJRRGDW
(QJOLVK7KDWVKH«0D\EHVKHGRHVQ¶WHYHQNQRZKRZPXFKVKHGLGIRUPH 
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While there is no doubt that these and similar aFFRXQWVRISDVWHYHQWVFDSWXUH,YHWD¶VOLYHG
experiences, my fieldnotes and research journal entries also document evidence of frequent 
tensions, contradictions, implausibility and exaggeration that forced me to look beyond what 
Iveta was saying and try and understand what she was doing in her narratives (Holstein & 
Gubrium, 2008). Excerpt 5 illustrates this shift. It comes from the last interview in which I 
asked Iveta, sensing that teaching in her school was not something she had envisaged as her 
long-term career, what it was about her job that made her tick.  
 
(;&(537,YHWD¶V,QWHUYLHZ5HIOHFWLRQRQ:KDW0DNHV+HU7LFN 
,9(7$,W¶VWKLVLQQHUIHHOLQJWKDW,QHHGWRVHHLW7KHFRQFUHWHRXWFRPHRIP\
work.  
INTERVIEWER: And do you see it here, in teaching? 
IVETA: Hmmm. (4) Difficult to say. Once I had that feeling when there was not 
much to do during the last classes of the school year with kids. And they said to me, 
³ZH¶UHJRLQJWRZULWHZKDWZHWKLQNRI\RXZRXOG\RXOLNHXVWRGRWKDW"´7KH\
VDLGWKH\¶Gdone the same thing for their class teacher and they also wanted to do it 
IRUPH,VDLG³2."´$QGWKH\OLNH³EXWZH¶UHQRWJRQQDVLJQRXUQDPHVRU
DQ\WKLQJ´DQG,OLNH³2."´2KFDQ\RXLPDJLQHKRZ,FULHGRYHUWKRVHVKHHWVRI
IHHGEDFN/LNH³%HFDXVHRI\RX,VWDUWHGWROHDUQ(QJOLVK´³%HFDXVHRI\RX,ZLOO
VWXG\KDUG´$QG³,ORYH\RX´<HV\RXKHDUG³,ORYH\RX´ 
 
I have no way of ascertaining whether the account she offers describes a past or as-yet-
unrealized event and the shift in my analytical gaze does not ask of me to make this 
distinction. Instead, understanding that what Iveta is doing, be it in her classroom or in 
conversations with the researcher, is part of her engagement in emerging acts of imagination 
allows a significant conceptual, methodological and ethical insight: These acts are not 
imaginary in the sense of fabricated, untrue, and therefore somehow unreliable; instead they 
JLYHXVJOLPSVHVLQWR,YHWD¶VLPDJLQDWLYHDFFRXQWVRIKHUGHHSO\GHVLUHGIXWXUHVHOIDV
someone who is valued, appreciated and loved. They may be as-yet-unrealized, but this does 
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not mean they are separate from the here-and-QRZRI,YHWD¶VVHQVHPDNLQJWKH\DUHDOZD\V
embodied in it. And finally, and crucially, these acts of imagination have factual 
consequences foUVWXGHQWV¶ODQJXDJHOHDUQLQJRSSRUWXQLWLHV,YHWD¶VGDWDVKRZWKDWZKRJHWV
to participate, when and how may be linked more strongly to WKHWHDFKHU¶Vgoal to fulfil her 
deeply held desire to be appreciated than to the pedagogical goals of facilitating language 
learning opportunities in classroom discourse.  
 
Conclusion: Intellectual gains of studying possible selves as participation in 
practice 
Locating the study of possible selves in practice through the participation metaphor offers a 
number of opportunities for studying HE contexts: First, taking an explicitly discursive 
approach helps us to reaffirm the power of the construct in aiding our understanding of 
SHRSOH¶VDFWXDOLQYHVWPHQWLQPRPHQW-to-moment practices in classrooms and communities. 
7KHHPSLULFDOIRFXVRQRQHODQJXDJHHGXFDWRU¶VSUDFWLFHLQWKLVFKDSWHUKDVSRLQWHGWRD
VLJQLILFDQWUROHRIHGXFDWRUV¶SRVVLEOHVHOYHVDVHPHUJHQWDFWVof imagination in shaping the 
SDWWHUQVRIVWXGHQWV¶SDUWLFLSDWLRQLQFODVVURRPLQWHUDFWLRQ3XUVXLQJUHVHDUFKRQSRVVLEOH
selves from this epistemological vantage point offers a significant mileage for advancing 
broader educational agendas, such as widening participation, for it can shed light on how 
access to learning is enabled (or not) in the actual moment of educational action and what 
UROHHGXFDWRUV¶DFWVRILPDJLQDWLRQSOD\LQLW 
 
 
Secondly, adopting an ethnographic lens to researching possible selves fosters a closer 
appreciation of connections between the psychological construct of possible selves and the 
sociological realities which place significant constraints on what individuals are able to 
HQYLVDJHDVSRVVLEOH,YHWD¶VGHVLUHGLPDJHRIKHUVHOI as language educator did not appear in a 
vacuum, even if a full account of those realities was beyond the scope of this chapter (but see 
Kubanyiova, 2016). Indeed the models of practice in the wider educational and socio-political 
context that Iveta had been exposed to as a learner, a student teacher, and an educator offered 
limited alternatives to the images that fuelled her educational action. Acknowledging this is 
crucial. At the same time, however, the approach adopted in this study compels us to ponder 
ZD\VLQZKLFK,YHWD¶VDFWVRILPDJLQDWLRQPD\KDYHEHHQFRQVWUDLQLQJKHURZQVWXGHQWV¶
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sense of what future images were available and to whom. Understanding the interface of 
psychological, sociological and political dimensions of possible selves by adopting an 
ethnographic approach may therefore be a critical next step in advancing research on this 
construct.  
 
 
And finally, pursuing the methodological and analytical principles of grounded theory has the 
capacity to open up the construct of possible selves to new theoretical insights. This study has 
VKRZQWKDWHGXFDWRUV¶SRVVLEOHselves may well have an inherent moral dimension; that is, 
they are likely to be inextricably linked with WHDFKHUV¶DQGVRFLHW\¶V broader values 
concerning the roles and tasks of language educators and education in general. A significant 
implication here is that if the desire to facilitate meaningful participation of students from 
marginalized backgrounds is not at the core of how educators envision themselves in their 
teaching worlds, they are unlikely to attune to and act upon such opportunities when they 
arise in the classroom and beyond. How teacher education programmes and wider cultural 
SUDFWLFHVFDQIRVWHUHGXFDWRUV¶GHYHORSPHQWRISRVVLEOHVHOYHVWKDWare conducive to all 
VWXGHQWV¶OHDUQLQJUHPDLQs central to ongoing research inquiry. 
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Appendix: Transcription Conventions  
T  teacher 
S1, S2  identified student 
Ss several students at once 
xxx unintelligible speech 
ĞǀĞŶŝĨƐŚĞ ?ƐŶŽƚŚĞƌĞƚŽĚĂǇ utterance in Slovak (the teacher ?Ɛ ĂŶĚƐƚƵĚĞŶƚƐ ?ŵŽƚŚĞƌƚŽŶŐƵĞ ? 
. falling intonation 
? rising intonation 
! exclamation 
(.) pause, less than a second 
(3) pause in seconds 
(( )) ĨŝĞůĚŶŽƚĞƐ ?ƚƌĂŶƐĐƌŝďĞƌ ?ƐĐŽŵŵĞŶƚƐ 
= no gap between turns  
YOU especially loud and emphatic 
Adrian, Pavol, Veronika named students (pseudonyms) 
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EFL (English as a Foreign Language) 
Slovakia 
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